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First, this contribution will explain what crossmedia means in 
the face of the omnipresence of computers, the Internet, and 
digital media, and it will define the term and its underlying 
concept in comparison to other commonly used terms. Then the 
constraints that (might) affect the fostering of crossmedia con-
cepts in university teaching will be examined. Referring to 
basic assumptions, an example from the University of Augs-
burg will show how crossmedia concepts can be integrated on 
a micro-pedagogical level in an individual academic course. 
Finally, questions will be asked regarding personal require-
ments for teaching and learning in crossmedia conditions as 
well as the challenges involved in embedding them on a struc-
tural level. 
Introduction 
Publicly used and media-facilitated communication that does not represent 
mass communication but many-to-many communication is still at a very 
early stage, and it cannot be established yet how sustainable it will prove to 
be in terms of use and occurrence. However, because of or despite the fact 
that this is a most recent phenomenon, it contributes to academic learning 
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through media use on three levels: media as a source of (scientific) infor-
mation, media as a tool for coping with new challenges, and media as a way 
of creating realistic learning and teaching environments (Marotzki & 
Jörissen, 2008). As a consequence, the consideration of media concepts in 
university teaching also needs to go beyond focusing on just one particular 
medium; instead, it needs to encompass and make available a “variety of a 
number of media areas” (Sesink, 2008, p. 15) and to facilitate systematic 
analysis of these media areas in a self-evaluating process. 
Following Jakubetz (2011), the subject of crossmedia, as referred to in 
this article, is expected to provide some form of “salvation” in journalism 
because it combines technical, strategic, and conceptual aspects in a sophisti-
cated way, adds further options for circulation to the existing way of media 
distribution, and brings producers and recipients closer together than before. 
Whether such a concept should be identified as crossmedia or media conver-
gence is of secondary interest insofar as it refers to two sides of the same 
coin: Crossmedia specifies the links between various media formats, mainly 
from the perspective of content producers and with regard to economic fac-
tors. Media convergence describes different media formats joining together 
from the viewpoint of recipients (Schorb, 2007). In relation to this, for exam-
ple, the effect of media formats is examined because, “with the growing con-
vergence of media, the boundaries between ‘information’ and other media 
have become increasingly blurred” (Buckingham, 2010, p. 59). There is also 
the question of which new challenges have to be met by recipients or users 
when dealing with interconnected media formats. In this respect, the term 
“crossmedia” places more emphasis on the planning and design of media 
production, whereas the term “media convergence” highlights changes in 
media from an observant-analytical angle. 
The following will be mainly referred to as crossmedia while encompass-
ing both aspects: The objective is to broaden the subject of media conver-
gence (which is mainly influenced by communication science and media 
pedagogics) and to include economic perspectives of crossmedia planning 
and design. Thus, production areas, ways of distribution, and crossmedia 
products will be considered together. 
Broadening perspectives in this way can be put into the context of the dis-
course on media competence in general and in relation to the academic envi-
ronment. Furthermore, it can be included in the discourse on comprehensive 
media education; this highlights its significance for lifelong learning in com-
parison to obtaining isolated skills in the short term (see Hofhues & 
Schiefner-Rohs, in print) and significantly intensifies the awareness of new 
(not yet tangible) developments within the media, thus paving the way to 
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flexible responses to such developments. At the same time, crossmedia is, 
necessarily, only one area of media-related, competency-oriented support that 
nevertheless has its own significance (Sesink, 2008) given the omnipresence 
of computers, the Internet, and digital media and the ongoing process of 
breaking boundaries in science and society (Derrida, 2001; Baecker, 2007). 
Crossmedia in University Teaching 
The consideration alone of what crossmedia is or could be in the face of 
changing learning habits, increasingly vague learning environments, and 
media shifts implies that engaging with crossmedia in academic learning and 
teaching is essential. A closer look at the curricula of media-related study 
courses at German universities reveals, however, that the analysis of this 
phenomenon is almost neglected. Accordingly, the normative premise for 
theoretical-conceptual considerations has to be a deficit-oriented one. In the 
context of university education, however, such deficits can be explained 
because comprehensive considerations question, at least in part, the tradition-
al curricula of the media and communication sciences and enable interdisci-
plinary access to the issue. In line with this, certain constraints can be identi-
fied that potentially can obstruct the fostering of crossmedia in university 
education. University teachers as well as students are affected by this; the 
reasons may vary regarding relevance, the attribution of competence, and 
implementation (either curricular or extra-curricular), as will be shown be-
low. 
Lack of relevance. It may be commonplace that crossmedia content is 
only made the subject of academic courses if the phenomenon is seen as a 
challenge for planning and designing media products or for researching me-
dia effects. If, as it is often the case, teachers do not show a lot of interest in 
interdisciplinary engagement with certain media, the situation concerning 
crossmedia is hardly any better. Crossmedia is too deeply associated with the 
commitment to disseminate all content through all channels at all times.  
Although this idea has already been abandoned in everyday journalism 
(Jakubetz, 2011, p. 32), the presumption of total media networking currently 
still prevails in academic research and teaching. In addition, the perceived 
relevance of the content (marginal topic vs. subject of genuine research and 
teaching) differs insofar that even those who are at least familiar with the 
term assume that excessive expectations, as described above, loom large over 
them. Furthermore, teachers and students often shy away from interdiscipli-
nary analysis. At universities, orientation toward design is under-represented: 
analyzing the status quo of phenomena is much better established than de-
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sign-oriented analysis and appropriately structured academic courses. Even in 
the field of media pedagogics, there is disagreement on how relevant action-
based teaching and learning is for the scientific analysis of crossmedia or for 
other areas of media education. In this respect, the outcome presents two 
constraints: regarding crossmedia as relevant content or as a significant sub-
ject and regarding subject-based perspectives. 
Self-attribution of competence. Taking the current subject-related dis-
cussion as a reference point, neither students nor teachers will be attributed 
with “media literacy” as such—media literacies are acquired and developed 
too individually, and with regard to the intended development of media liter-
acies, there are too many different perspectives on the academic learning 
environment with its core subject areas. This cautious and also critical as-
sessment is at odds with the public debate on the increasing presence of me-
dia in normal life and, figuratively, also in everyday life at university. It is 
also at odds with some hopes that are often publicly discussed in connection 
with the ubiquity of the media: for example, those of democratic participa-
tion, the utilization of digital media in academic learning and teaching, and 
competent media usage in general. Instead, the omnipresence of computers, 
the Internet, and digital media often leads to students’ and teachers’ being 
overwhelmed by the implementation of the media in academic learning and 
teaching. As another consequence, they hardly use digital media (Grosch & 
Gideon, 2011; Kleimann, 2007). Accordingly, in the context of the universi-
ty, the net generation is “de-mystified” (Schulmeister, 2009), and teachers are 
increasingly required to build academic media literacies (Mayrberger, 2010; 
Wedekind, 2008), which encompass knowledge, skills, and attitudes in the 
field of the media in a context-appropriate way. With regard to crossmedia, 
this means, for example, knowledge of media convergence, skills for concep-
tualizing and analyzing various ways of content distribution through the me-
dia, and a certain attitude toward crossmedia in studies or work (Sesink, 
2008). For university teachers, this also includes teaching skills, so that 
crossmedia-inspired academic courses could convey not only sound theoreti-
cal knowledge but also offer real-life learning situations and, at times, certain 
qualifications. At this point, the university faces a conflict that is difficult to 
resolve: In particular, the aspects of professional qualification in crossmedia 
learning scenarios are often rejected, and the use of more action-based learn-
ing is frequently misinterpreted as “bad” practice (i.e., not scientific enough). 
Lack of implementation. Teachers often neglect to encourage students’ 
active participation, which can be stimulated by means of action-based learn-
ing. Implementation often fails in terms of time, structure, and content be-
cause of staff discontinuity and a lack of suitable ways of communication 
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within the university. It also needs to be established that it is often a priority 
for students to do well in a (subject-related) project and that making progress 
in crossmedia takes second place (in study courses with no focus on media). 
In this respect, the lack of curricular implementation impacts the engagement 
with crossmedia in two ways: It affects students, who are overstrained by the 
demands of self-organized learning in complex media scenarios (Reinmann, 
2009) and also by the increasing complexity of content. Also, it affects teach-
ers, who, in consideration of their own routine, resort to seemingly proven 
teaching methods when facing the demands imposed on them and a structural 
framework that is either vague or missing. 
The consideration of these constraints reveals implications regarding the 
potential of fostering crossmedia concepts and skills that correlate with con-
cepts and structures of micro-teaching scenarios (e.g., academic courses, 
projects), with the individual person and his / her media literacies, and with 
the implementation of an adequate framework (e.g., the option of building 
credits or co-curricular organization). 
Example of Implementing Crossmedia 
There are different ways to deal with the constraints outlined above. A prag-
matic approach would be to accept them as a part of the university framework 
and make the best of the situation in day-to-day teaching. In the following, an 
example from the University of Augsburg will show how the challenges 
identified above—relevance, individual media competence, and structural 
implementation—can be met in a constructive way. A learning scenario will 
be described that incorporates these aspects through content planning and the 
implementation of teaching methods. This example will clarify how 
crossmedia concepts and practice enable a form of learning and teaching that 
includes a variety of participants in the learning process and makes formal 
learning more accessible (Baecker, 2007). 
The Course “Crossmedia Ethnological Communication” 
The media laboratory of the Institute of Media and Education Technology 
and the Chair of European Ethnology (both at the University of Augsburg) 
took steps to incorporate crossmedia in the study course “Crossmedia Ethno-
logical Communication” during the winter semester of 2011/12. The course 
aimed at examining ethnological questions, presenting the results with the 
help of crossmedia, and providing media tools for research to find answers to 
the questions and to enable networking among the students. A broad defini-
tion of the ethnological research includes a variety of questions relating to 
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cultural and traditional aspects of everyday life, festivities, and celebrations 
(e.g., Brednich, 1994; Kaschuba, 1999). This approach makes ethnological 
research accessible for students of other disciplines. In addition, scientific 
empirical methods of ethnological research (Göttsch, 2001) can be used to-
gether with crossmedia, i.e., interviews (podcasts), observation (videos), and 
fieldwork diaries (weblog). 
The course, planned and conducted in team-teaching by Christian Geier 
and Lena Grießhammer, was organized as an interdisciplinary course and 
made available for 20 participants from study courses of two different facul-
ties: the Faculty of Philosophy and Social Sciences and the Faculty of Philol-
ogy and History. It emerged in the first session that a considerable effort 
regarding coordination and communication was needed: The adjustment of 
the various requirements of the different study courses alone—including the 
history of arts and culture, media and communication studies (MuK), sociol-
ogy, and teaching degrees—took considerably more time and attention than 
expected. Despite these difficulties, the structure of the course could be main-
tained, although, upon the request of the participants, minor adjustments to 
the schedule had to be made during the course. 
To not over-challenge the participating students, the use of media was 
confined to three different formats: text (weblog), audio (podcast), and video. 
The intention was to encourage the students to produce more than one medi-
um and become aware of the fact that the media were connected in a potential 
way (Buckingham, 2010, p. 69). The three media were prepared in such a 
way that the research of the ethnological question led from one type of media 
to the next. Two weblogs were continued by students beyond the study 
course, but the crossmedia approach of the course was not pursued any fur-
ther. 
All students had some everyday experience with media but only a little 
experience in media production and design (according to the information 
provided by the students at the beginning of the course). Only some of the 
students had more comprehensive media knowledge—they were majoring in 
MuK. The study course requires the theoretical analysis of media and of past 
and recent empirical studies of media use. 
A particular focal point of teaching at the start of the course was the han-
dling of text when using the available media. In line with Buckingham (2010, 
pp. 62-63), working with text as a common element of all three media and, 
along with this, developing reading and writing skills can be understood as a 
target dimension in the area of media literacy. Following Schorb (2007)—
and with action-oriented learning in mind—it can also be said that “media 
activity begins with understanding and judging the sign language of media” 
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(p. 27). Basic technical training provided support for producing and design-
ing podcasts and videos and their integration in a weblog. As was repeatedly 
mentioned during the plenary sessions, one particular session on crossmedia 
and corporate design was dedicated to focusing on core aspects of strategy 
and linking content. The course was organized in a project-oriented way so 
that students were able to set their own milestones along which they could 
develop, present, and alter their media products. Due to the media experience 
of the course instructors, it was also possible to provide feedback on content 
and to reflect critically on product design and ideas for distribution and dis-
cuss them during the plenary sessions. The podcast and the weblog were 
completed during the semester to ensure a continuous production process and 
to give the participants the opportunity to work on the technically more de-
manding video production during the semester break. It was an important 
teaching and learning objective to build media knowledge and the ability to 
analyze media critically before starting with practical media work. At the 
same time, the technical complexity of the project was taken into account: 
Based on text as a common denominator, conceptual aspects, commonalities, 
and differences of the individual media as well as technical aspects were 
implemented (step by step and increasing in complexity). A lot of attention 
was also paid to mutual critical reflection. The essential tasks of the course 
were solved to the satisfaction of the lecturers, given the instruction they 
provided to the students. The results are documented in weblogs, and most of 
them are available; only a few videos are password-protected to respect the 
privacy of some fieldwork participants and interviewees. 
 
Table 1. Crossmedia outcomes of the course (examples) 
 
 
 
 
 
 
 
 
 
 
 
 
According to the self-assessment of the lecturers, the structure of the course 
proved to be successful, which is confirmed by the evaluation results, which 
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indicate the feasibility of crossmedia teaching and learning scenarios in prin-
ciple and confirm that students are not over-challenged by them. However, it 
must be noted that the students rated the amount of work that had to be in-
vested in the course as significantly higher than in other seminars. 
Implications for Planning Learning Scenarios 
The case shows that crossmedia planning and realization in education is a 
challenge that exceeds the usual planning needs for an academic course: The 
course was team-taught by the two lecturers who both have some knowledge 
of each other’s field of expertise. Ethnological topics and media education 
content were equally considered. At the same time, the course was open to 
students from different study courses so that there were opportunities for peer 
coaching in the sense of an exchange between students who were more expe-
rienced in the media and those who were more advanced in ethnological 
studies. The course was also a regular part of each subject curriculum, with 
the result that queries regarding the applicability of the course were limited to 
the number of achievable credit points; at least during the winter semester of 
2011/12, the course was, in principle, embedded in the respective studies’ 
courses. Regarding the constraints outlined above, the following implications 
can be identified. 
Our use of crossmedia has proved to represent a cross-sectional dimen-
sion: While ethnologic issues and media issues were equally considered, the 
reception of media-related content had stronger leaning toward digital litera-
cies and production / design skills (Schorb, 2007). However, through the 
example of an academic course, the potential of crossmedia analysis becomes 
clear: Crossmedia seems to be particularly suitable for documenting an 
awareness of the continuous shift in the media and for meeting the challenges 
of individual subjects by studying a topic while making constructive use of 
modified methods and approaches. At the same time, crossmedia as a phe-
nomenon lends itself to planning for interdisciplinary teaching. Access was 
certainly made easier by the fact that the course was embedded in the subject 
curricula. Without this, individual teachers and students would have been left 
to make their own assessments of the relevance of crossmedia in the course, 
which would not necessarily have been without merit, but it would have 
turned any comprehensive thematization of the course into a personal and 
organizational challenge. 
The study course concept described above shows that competence-related 
demands on teachers and students change again if they conceptualize courses 
in terms of crossmedia and act accordingly in the appropriate scenarios. Con-
sequently, the growing demands on both target groups and the already long-
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standing debate on fostering media literacy and information skills at universi-
ties need to be put in context. That is to say, if academic courses are sup-
posed to be planned and realized in a crossmedia-oriented way, basic media 
competence will be essential as a disposition for media practice with a clear 
emphasis on media literacy, not information literacy (see Schiefner-Rohs, 
2012). After all, “media literacy [is] the prerequisite for being master, not 
servant of the media” (Schorb, 2007, p. 23). At the same time, media litera-
cies in the context described here need to be understood in a broader sense 
than merely in relation to creating a crossmedia product. To avoid widely 
heterogeneous learning outcomes and to teach media-related cultural skills in 
a critical, self-reflective way (Sesink, 2008), technical training is indispensa-
ble and as essential as issues of critical assessment of media, which have 
been discussed constantly by teachers and students during courses (Schorb, 
2007, p. 26). 
While the first aspect of crossmedia as a cross-section dimension follows 
an educational idea, the aspect of the individual development of competence 
focuses on practical media literacies that both students and teachers obtain 
during the course. In contrast to an academic course where the presence of 
lecturers ensures media pedagogical support as well as technical help, this 
kind of support needs to be provided within an environment where formal 
learning conflicts with an open setting; this concerns the concept of media-
supported teaching and learning environments, but especially support for 
students and teachers in an actual teaching and learning situation (e.g., 
Seufert & Euler, 2003). Therefore, implementation in curricula would not 
only place emphasis on the subject-related relevance but, above all, it would 
lift the burden of developing media literacies as a singular task and point 
toward long-term competence development. Both perspectives also indicate 
the significance of increased cooperation and networking given the changes 
in how knowledge is generated at universities. However, not all approaches 
to crossmedia concepts and practice (Mahrdt, 2009, p. 7, 17) are useful in the 
field of academic work, yet there would be scope for orientation. Opportuni-
ties for self-study or co-curricular projects relating to crossmedia might also 
emerge, which could be located between independent study and tutoring 
through teachers (see Hofhues & Heudorfer, in print). In any case, the analy-
sis of crossmedia requires open-mindedness on the part of teachers and stu-
dents, readiness to engage with the subject, and motivation to develop away 
from trodden paths and to get involved in interdisciplinary examination of 
(research) questions while facing all the challenges that usually come with 
such changes in reality. 
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Conclusion 
The analysis of the issue of crossmedia has shown that, for the time being, 
there is a need for new terms and concepts with everyday relevance that 
would meet the changes happening in learning habits, as well as in places for 
generating knowledge and in academic study and learning. Thus, engaging 
with crossmedia is by no means part of day-to-day teaching at universities. 
One option—apart from others—would be to plan academic courses with a 
crossmedia context that would not only be characterized by their particular 
focus on topic and content but also view the phenomenon from a distinctive 
design perspective and organize teaching in a new way (e.g., by means of a 
project-oriented approach). Insofar as the considerations exhibit similarities 
to projects based on action-orientated media pedagogics, there is a vital dif-
ference in discussions in school and informal education: This difference is 
rooted in the university context itself, which largely neglects the systematic 
development of media literacies. The chance, therefore, lies in interconnect-
ing the university context: in crossmedia as an up-to-date topic area as well as 
in everyday life. 
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